An emphasis on management skills, which was only a glimmer in the eyes of a few people in the early 1980s, has now become an important aspect of many MBA programs. Whetten and Cameron's (1983) skills-oriented text is given the credit for initiating this trend (cf. Bigelow, 1995). Like numerous others, we welcomed this development and used slight variations of Whetten and Cameron's general assessment, learning, analysis, practice, and application (ALAPA) model in our own teaching. We found the model to be a refreshing contrast to more traditional cognitive approaches and an important extension to such experiential perspectives as those of Kolb, Rubin, and McIntyre (1984) .
components discussed by Wright and Taylor (1994) emphasized the usefulness of developing very narrow and specific components in building up to various skills. For example, describing your goal might be used as one of numerous micro-skill components in such skills as problem solving or handling conflict. Each skill was then made up of a series of components that could then be mixed and matched with other components in a variety of skills. Knippen (1987 Knippen ( -1988 ) also used micro-skill components in an approach he described in the late 1980s and that had a substantial influence on our work reported here.
Whereas those such as Wright and Taylor and Knippen concentrated on micro components, others such as behavioral therapists (e.g., Nezu & Nezu, 1989) emphasized teaching new behaviors without providing extensive rationale for the behaviors. For example, a behavioral counselor might interrupt a couple's interaction and instruct the couple to try a different behavior (Nezu & Nezu, 1989) . The client(s) might be uncomfortable trying the behavior because it might disrupt current relationship norms but might well begin to see that behavioral changes would deliver desired results that might ultimately be sustainable. Relevant concepts would be introduced at a later time. This approach is not unlike the philosophy of McKnight (1995) who with two colleagues (Helmer, McKnight, & Myers, 1999 ) advocated introducing theory after students had articulated key points dealing with various managerial problems.
The micro-skill and inductive-learning emphases provide the underpinnings for what we term the learned-behavior approach and serve as the basis for four key premises that guide this article. Furthermore, we argue and attempt to demonstrate throughout this article that the learned-behavior approach and its premises provide an innovative contribution in using competency-based management skills in MBA programs.
The first premise is that micro-skill components, with a heavy inductive emphasis, provide a useful foundation for competency-based management skills in MBA programs.
Second, the learned-behavior foundation allows micro components and skills to be combined as necessary to provide the specific skills deemed important in a given program at a given time.
Third, the learned-behavior approach is at its best in small breakout groups (with, say, four to eight people), each with a trained assessor.
Finally, a continuous-improvement-orientation (Bounds, Bounds, & Fowler, 1995) with systematic after-action review (Yukl, 1999 ) is a useful start toward assessing applications of the learned-behavior approach.
We discuss these premises and application of the learned-behavior approach within the context of the revamped MBA program at our institution.
The new program is 48 semester hours with up to 12 hours waived for those demonstrating previously acquired knowledge. One hallmark of the program is its emphasis on joint degrees, including a JD (doctor of jurisprudence)/ MBA and even an MD/MBA. These together with the aforementioned course waivers and an emphasis on admitting students still completing their undergraduate business administration degrees and receiving a combined BA/MBA degree provide major integration challenges. In addition, part-time and full-time students are in the same program and students are admitted four times a year.
Specified course concepts and competencies and specific prerequisites were originally designed to help provide integration. However, the integrative purpose of the prerequisites has been weakened by the fact that they can be waived for some students. Program orientation and a new courseexecutive skills-also have been used for integration purposes along with their other objectives. It is this executive skills course that has been developed to carry out the integrative vision of the MBA program committee and around which we have designed and implemented the learned-behavior approach.
The executive skills course is required of all MBA students their first term. As developed in more detail later, it emphasizes skills judged by the program committee and by us to be useful in and of themselves and ultimately to be needed in future courses and the work world after graduation. Our discussion is informed by initial in-depth treatment of the learned-behavior approach, the heart of the executive skills course. We show its application to such interpersonal skills as problem solving and handling conflict as well as its utilization in the wider range of useful and needed skills alluded to earlier. Throughout, we consider various aspects of the learned-behavior approach's assessment, and ultimately, we examine its contribution to innovations in competency-based management education.
Comparison of the Learned-Behavior Model With Selected Others
The general pattern of the learned-behavior approach differs substantially from the prominent skills approach and its variations first introduced by Whetten and Cameron (1983) . However, the process is similar in several respects to that of Kolb et al.'s (1984) experiential approach.
The steps in ALAPA occur at a more general level than in the learnedbehavior approach. For example, in handling conflict, the preassessment asks students to report the extent to which they use the skill. Then, the approach provides theory, research, and discussion that justifies and defines when to use the skill. Then case analyses and role plays, often done in a fishbowl format, encourage practice and discussion about the skill. Finally, students are asked to use the skill in their personal lives and write a summary and analysis paper.
In contrast, learned behavior focuses on the micro component rather than skill-level performance. It assumes that some students are not in a position to judge when and where to use a skill because they cannot perform the skill. For example, studying when and how to drive a car is not the same as driving. People see the skill of driving from a whole new perspective when they get on the road. Only when they actually use the skill does it become part of their mental framework. Once they have performed the skill, they are in a better position to evaluate when it should be used (cf. McKnight, 1995) .
Second, ALAPA has a heavier emphasis on learning about the importance of the skill and when it should be used than does learned behavior. Skill performance is the primary focus of learned behavior. One at a time, each student demonstrates skill performance at the micro-skill level. Finally, ALAPA uses a self-report preassessment to determine whether students use the skill. Learned behavior preassesses ability by having students attempt to perform the skill and adds a posttest behavioral final examination that also tests skill performance.
To summarize, with learned behavior, the focus is on learning the behavior first and then on incorporating the behavior into the cognitive subconscious. The approach is inductive-behavior is learned and then students draw conclusions about its use. Behavioral learning is goal oriented. The purpose is to learn the micro skills necessary to solve a problem, resolve a conflict, and so on. As we describe next, the newly learned behavior is incorporated into the student's perspective, changing views of appropriate behavior and self.
The Kolb et al. (1984) behavioral-learning and problem-solving model and process is as follows: (a) concrete experience, (b) observation and reflection, (c) formation of abstract concepts and generalizations, and (d) testing implications of concepts in new situations. As mentioned earlier, this model is similar to the learned behavior process in numerous ways. However, there also are important differences. First, although both processes begin with concrete experience, learned behavior is more specific and prescriptive than Kolb and associates'; it defines specific micro skills and expects participants to demonstrate proficiency in using them.
Second, although both approaches acknowledge the importance of observation and reflection, the learned-behavior process structures and promotes the observation and reflection process. Critiques of videotaped behavior and of micro-skill applications outside the classroom are used for this purpose.
Third, both models assume that learning results in cognitive adaptations. However, the learned-behavior process promotes cognitive adaptation by encouraging participants to examine personal assumptions and paradigms related to implementation of prescribed micro skills, a more specific focus than that of Kolb and associates (1984) .
The Learned-Behavior Process
The learned-behavior process consists of the following four phases: (a) learning and role-playing micro skills; (b) observing, critiquing, and reflecting on the use of micro skills; (c) application of micro skills in personlife situations; and (d) analysis of application of micro skills, including an assessment of related personal assumptions and theories.
PHASE 1: LEARNING AND ROLE-PLAYING MICRO SKILLS
The first phase of the learned-behavior process consists of learning and role-playing concrete skills. The assumption is that participants learn desired behavior most quickly when the skill is divided into components, which we call micro skills. For example, the skill of active listening is made up of micro skills such as asking questions, reflecting feelings, summarizing other's comments, and so forth.
Some of the micro skills are used in more than one skill application. Table 1 shows a list of the micro skills taught in three interpersonal skills in the executive skills course. Thus, when micro skills are learned, they are useful in more than one skill application. Each of the micro skills has a relatively general interpersonal purpose. For example, the micro skills' use of open-ended questions and paraphrasing accomplish understanding of others. Thus, open-ended questions and paraphrasing are used to understand others in active listening, problem solving, and conflict management.
Once the micro skills are mastered, consistent with our second premise mentioned earlier, they can be assembled in various ways to accomplish different interpersonal purposes. Table 1 shows how the micro skills have been combined to accomplish active listening, problem solving, and conflict management. Students have mastered the skills when they can show proficiency in using micro skills and assembling them to accomplish a general interpersonal purpose. Currently, we provide guidelines for combining the micro skills to accomplish the interpersonal goals of employment interviewing (a recent replacement for the more generic giving and receiving feedback), active listening, problem solving, and handling conflict. What follows are activities we use in teaching skills such as these.
Read Micro Guidelines for the Skill
Participants begin by reading specific behavioral guidelines that describe micro components. Each skill is broken down into micro components, which are all designed to achieve a goal of solving a problem, resolving a conflict, and the like. A brief description summarizes each component of the skill. Table 2 provides an example of guidelines that we use for problem solving.
Read or Prepare a Case
We have used two kinds of cases, those that we prepare and cases created by students. The cases we create are based on real work situations and focus on specific events in which the skill might be appropriately used. We provide cases in the class period before the role play and ask students to come prepared to apply the guidelines to the case. Another student plays the role of the subordinate in these cases. Table 3 provides an example. 
Problem-Solving Guidelines
The following guidelines help develop solutions to problems that are acceptable to those involved. 1. Invite the other to participate in finding a win/win solution. Briefly state the problem and that you want to find a solution acceptable to both. "Jack, I just got a request for an order to be delivered by September 1. Since you would be heavily involved, I wanted your input on responding to the order." "Daphne, we still haven't tied down what we will do on vacation. I would like to discuss it and see if we can agree on what we will do." 2. Describe your goal. State your goal in a way that doesn't make the other person defensive.
"I would really like to accept this order for September l." "As you know, I want to spend time outside camping and fishing." 3. Describe the problem. Describe what might hinder achieving the goal. Don't accuse or put down. Indicate your understanding and acceptance of the other person's perspective. "I know that we have a lot of orders right now. I'm not sure we can commit to September 1. I would like to try." "You want to spend time at the beach near a city where you can shop. I know how important this is to you. I want to make the vacation enjoyable for both of us. I am feeling really stressed by my job right now. I find that the best way for me to really rest is to get out in nature away from people and noise. Specifically focus on his or her desires. "So, you want to accept the order but don't want to push more overtime on your group. Do you see any other problems?" "You also need a rest and like being out of doors. But, you like to shop and you just don't get time now to shop for things you need. Does that cover it?" 6. Encourage a variety of solutions. Ask the other person to join you in listing a variety of solutions. "Jack, let's think of some possible solutions. How do you think we might handle the situation?" "Daphne, there might be a way for both of us to get what we want. Do you have any ideas?" 7. Choose acceptable solution (ensure it is acceptable to both). Identify the solution and ensure it is acceptable. Probe for feedback if the other person seems hesitant about the solution. "Jack, the best solution seems to be to reply that the order could be ready by September 10 and to emphasize the quality of our product compared to others. Will that work for you?" "Daphne, it seems that we both might get what we want if we can find a vacation house or campground by a beach and within fairly close driving distance to a city. You won't mind shopping by yourself for a day while I fish. Is that okay with you?" 8. Provide supportive verbal and nonverbal behavior. Listen attentively, maintain eye contact, and show concern about the other person's perspective. Evaluations: X = below average, no attempt; S = satisfactory; E = excellent
We also have asked students to design their own cases, preferably based on a situation that is current. If they cannot think of a current situation that applies, they can choose a past event. Each case approach has advantages. Some students find the cases we provide from work settings more professional, but student-created cases allow students to bring more of their own perspectives and feelings into the role play. Given the trade-offs, it often is useful to have instructor-provided cases for one skill and student-provided cases for another.
Prepare a Personal Script
Because the students have the opportunity to prepare a personal script before coming to class, most do. We give no instructions about these preparations. We find that students approach the task differently. Some discuss the case with others and role-play the case before class. Some actually write out a potential script for each stage of the role play. Others organize in their minds what they will say and how they will say it.
Impressionistically, giving students time to script their performance tends to dramatically increase their ability to perform skills. Thus, we suggest that before any important interpersonal event students should prepare a personal script by thinking through the nature of the event, their goals, their role, and the role of the other party. Such a script or plan should enable them to more readily accomplish their objective.
Presentation and Modeling
Prior to role playing a case, the instructor provides a brief 10-to 15-minute lecture reviewing guidelines for the role, providing justification for the guidelines (but without a heavy conceptual emphasis), and answering questions. This procedure allows students to verify their own interpretation of guidelines.
A videotaped model or a live role play follows the lecture presented by the instructor and typically involves in-class assistants who later function as assessors in breakout groups. Sometimes, depending on student questions, we provide a combination of a video model and a role play or two role plays. In at least one of the models, we demonstrate all or most of the desired behaviors. In the other, we purposely illustrate the incorrect behavior, which provides a basis for a discussion of the incorrect behavior. For example, for problem solving, we may display judgmental descriptions of the problem instead of nonjudgmental descriptions. Sometimes students understand more clearly the nature and purpose of desired behaviors when they can see the contrast and its effect.
Role Play Performance
An assessor meets with a breakout group of four to eight students for role plays. Typical assessors already have successfully completed the class and have volunteered to participate. For 3 hours of credit, they assess skills in two sections of the class and write a paper evaluating the course, discussing the role of skill-based courses in MBA programs, developing cases (which they also may be asked to videotape), or refining procedures for the class. The assessors meet with the instructor for training and instructions and master a detailed set of assessor guidelines. Typically, there is a training session preceding each of the skills using an assessor. The session tends to last from 90 minutes to 2 hours. Assessors help with the behavioral final by role-playing the role of subordinates or others and helping grade videos of student performances.
For us, consistent with our third premise, the participation of the assessors is a very important aspect of this skill-acquisition process. They guide the group and hold students accountable for performing the skill. First, the asses- You are the manager of a large seafood restaurant and bar. Your restaurant is open for lunch and dinner. There are assistant managers for the bar, the kitchen, and servers. These managers hire and train employees and keep the restaurant and bar stocked. In addition, they monitor and record cash receipts and oversee deposits.
The restaurant has built a reputation for having great food and service. It is busy every night and very full on weekends. Management has excellent training practices, develops employees, and treats them fairly.
Terry is assistant manager of servers. He/she has been assistant manager for about 6 months. He/she was an outstanding server in your restaurant before becoming a manager. Terry is married and is a part-time student at a local college. He/she builds quick rapport with servers and is a very good trainer. Although Terry has more to learn about managing restaurants, you have a lot of confidence in his/her ability to do the job.
You are considering changing the tip system. Currently, servers get the tips guests choose to give. You have found that some other restaurants have increased revenues by including a 15% charge for gratuity in the bill. Servers still get tips. However, restaurant income increases because servers are motivated to sell higher-priced items such as lobster, alcohol, and desserts to increase the size of their tips. You are seriously considering the change. However, you want the input of Terry, who would be affected by the change since he/she manages servers.
sor asks if students have questions and reinforces the importance of using the micro-skill components. Then, the assessor distributes assessment sheets outlining the micro-skill components and asks for a volunteer for the role play. If the volunteer is using a personal case, he or she describes the case to everyone and another student volunteers to play the role of the other person. The videotaped role play takes about 5 minutes. Students are each provided with their own videotape, which is used throughout the term.
Sometimes, of course, it is not possible to use breakout groups with assessors. Di Stefano and Howell (1989) used an alternative approach wherein two teams periodically record videotaped performances and assessments in front of the class. Typically, this procedure would mean not all students perform all the skills. However, nondemonstrating students have contracted to do the same activity as those role-playing students although they do not videotape or demonstrate it. The authors reported good results, and although not ideal, the approach appears to provide a reasonable alternative.
PHASE 2: OBSERVING, CRITIQUING, AND REFLECTING ON THE USE OF MICRO SKILLS
The second phase of the learned-behavior process provides feedback and coaching that enables participants to perform micro skills satisfactorily. When necessary, participants repeat the role play to improve skill performance. Several elements in the process appear to promote observation and learning. First, videotaped feedback helps students see for themselves whether they have performed the skill. Second, participants are encouraged to critique themselves, which invites them to become objective about their performance. Third, feedback and observations from others help students see things they might have missed. Fourth, critiquing others' behavior increases awareness of the desired behavior and reinforces its importance. Research suggests that critiquing others' behavior may improve performance of interpersonal skills more than videotaped feedback (Sorenson & Pickett, 1986) .
The process we use in class proceeds as follows: After their performance, role-play participants provide impressions of the use of micro skills, starting with the student playing the primary role. Then, student observers provide feedback specifically describing strengths and weaknesses of micro skills and suggesting ways to improve when necessary. The assessor follows up with additional comments, including written ones. Then, after watching the video, first the role players, then student observers, and finally the assessor provide additional helpful comments. When students either fail to or poorly use a micro skill, they are given instruction for improvement and the role-play process is repeated.
The videotape of the role play is useful for several reasons. First, it helps students to see what they did or did not do. Some students do not believe they missed a micro skill until they see it themselves. Second, the use of videotaped feedback tends to eliminate excuses, arguments, and defensiveness. The video tells the truth. Third, the videotape influences concepts of interpersonal skills. Some highly confident students find their performance not as strong as expected. Others who are intimidated by the experience find that they can perform the skills better than they previously believed.
Thus, although it is somewhat time-consuming to use videotaped feedback, it promotes learning and cooperation, especially when the class initially starts engaging in role plays. Seeing the videotape a second time also helps assessors have confidence in their evaluations.
Students typically are given pass-fail points for satisfactorily completing each skill in the skill set. In addition, students are reminded that the skills will be evaluated for a grade in the behavioral final. They are encouraged to practice the skills, especially those micro skills that were poorly performed, and there is a class period devoted to practice for the behavioral final. As previously indicated, students keep their videotape and have it available for future reference.
PHASE 3: APPLICATION OF THE MICRO SKILLS IN PERSONAL LIFE SITUATIONS
Phase 3 of the learned-behavior process consists of use of the skill outside the classroom. Because they have already successfully exhibited the desired behavior, students have a standard for performance. However, they often struggle with maintaining the standard for behavior outside the classroom. Consistent with the continuous improvement emphasis of our fourth premise, what follows are observations about why students have difficulty implementing the skills and suggestions for improving performance.
Two things contribute to lack of success outside the classroom. The first is the constraints of the class. Given the full range of skills emphasized in the class, there frequently is not enough time for complete in-class follow-up of outside student applications.
Second, patterned interpersonal behavior, assumptions about others and the situation, personal theories and expectations, and emotions influence students to revert to old habits (or "practice theories") (cf. Bigelow, 1995) . When students find that enacting new behavior is more difficult than expected, they conclude the new behavior does not work. Apprehension may be one of the reasons for this reversion and prevent some from giving the new behavior a serious effort. We suggest scripts, role-playing, and process consulting to deal with this key concern.
Develop a Script
In the past, we have not required students to develop a script for out-of-class assignments. However, as previously indicated, a personal script is judged to have improved performance of role plays in class. Similarly, we expect that developing a script will help students be more thoughtful and deliberate out of class and will help them avoid falling into habitual behaviors.
Role-Play a Previous Interpersonal Encounter
Sometimes students cannot think of a current situation that fits the desired interpersonal skill. We suggest that students identify a previous situation and ask the person involved to replay the encounter to fulfill a class assignment. The contrast of the previous behavior and outcomes with the new should be very enlightening indeed.
Assign Students to be Process Consultants to One Another
Pairs of student process consultants could help each other identify an appropriate interpersonal situation, help the students think through the situation and prepare a script, conduct a practice role play and refine the script, and discuss the process with each other after the students make the attempt. The process-consulting activity should provide an outside perspective and promote objective discussion about the behavior. In addition to helping students apply the skill, process consultation skills gained from the experience would be an additional valuable managerial skill.
PHASE 4: ANALYSIS OF APPLICATION OF MICRO SKILLS
Student inability to perform skills outside the classroom may be due to conceptualizations about themselves, others, and the context. For students to change behavior, they need to objectively analyze their behavior and conceptualizations that underlie behavior; they need a mechanism for surfacing, recognizing, and challenging assumptions about others and the situation, personal theories and expectations, and emotions (cf. Bigelow, 1995) .
The mechanisms we have used provide a foundation for analysis and are consistent with the emphasis in our fourth and final premise. We have encour-aged students to observe themselves and learn from field applications of the new skills by writing a short paper evaluating three kinds of skill applications. First, we ask students to use the skill outside of class and write a two-page paper that (a) summarizes the situation, (b) describes their use of the skill, and (c) evaluates the strengths and weaknesses, including how they would apply the skill differently in the future.
The assignment seems to work best when students are in a managerial position. In that context, they have considerable control over the nature of interactions. The skill application seems to work less well when they try applying the skill in an ongoing relationship with a roommate or significant other, probably because the skill may not fit relationship norms and the student has less control than he or she would in a managerial position. In these situations, the forced use of the skill may seem unnatural and may discourage its use. Thus, we suggest using this assignment when students have some sort of managerial or leadership position.
Second, we have asked students to write a paper about how they would apply the skill. They can choose a situation that has already occurred or one that might occur in the future. This assignment enables students who may not have a ready-made situation available to think through how they might use the skill. For the same reasons as indicated earlier, we suggest that students choose a managerial situation for this paper.
Finally, we have asked student teams to combine experience and insights to write a synthesis of how skills might effectively be applied. These papers are a slightly formalized extension of the individual journal entries sometimes required in skill-oriented courses (see Whetten & Cameron, 1998) . One place where this has been assigned is in the low ropes course (described following). Students have written guidelines for applying concepts learned from the ropes course to effectively managing team projects. Ideas generated from teams have been shared in class and passed along to subsequent classes in summary form.
The writing assignments appear to have resulted in some success but, as we show later, little enthusiasm on the part of students. We believe the following changes and additions will promote learning and increased acceptability.
Teach Interpersonal Skills Early and Provide for In-Class Debriefing
Students need time to reflect and ponder their new behavior. Change requires more time than we have previously allotted in this course. We suggest that in-class skill performance occur early in the semester, allowing more time for out-of-class skill application. In addition, time should be allot-ted for in-class debriefing of application attempts. Debriefing sessions allow students to describe the situation, their efforts, and their assessment. Also, as previously suggested, student role plays would be useful in demonstrating successful and unsuccessful application attempts and in obtaining classmember critiques.
Assign Students to be Interpersonal Process Consultants to One Another
We suggest that students continue the process-consultation role described earlier by helping a student partner debrief applications of the skill. Some possible guidelines include the following:
• What did you anticipate would happen? Why?
• Tell me specifically what you said and how the other person responded.
• Why did you handle the situation the way you did?
• How could you have handled the situation differently?
• Here is my perspective about the situation and your options. . . . Process consultation would be enhanced if students were taught process consultation as a skill in class. The active-listening and problem-solving skills currently taught in the executive skills class provide the foundation for a process consultation skill.
Several conceptual tools are available to help students surface personal assumptions that influence behavioral choice. McGregor's (1960) "Theory X" and "Theory Y" is one such tool to provide a springboard for discussing personal assumptions and theories. In executive skills, we require that students complete the Fundamental Interpersonal Relations Orientation Behavior (FIRO-B), Myers-Briggs, and the California Psychological Inventory. As process consultants, to deal with the focal student's behavior and thought processes, they might also (with permission) have access to reports from these instruments as a basis for consultation. These activities would be appropriate in a class where the instructor provides a model of how consultation might occur and then answers questions as they arise during the consultation process.
Assign Students to Cohort Teams That Remain Intact Throughout the MBA Program
The MBA program at our institution currently does not provide for cohort teams across the program. However, some MBA programs do. Students who realize that the success of teams will be enhanced by improving the interper-sonal skills of team members will have an incentive to help one another develop those skills. They will attempt to develop an understanding of team members and have the potential for developing high degrees of openness and trust that can enhance supportiveness and commitment to process consultation.
Use Organizational Development Change Processes as a Guide
The most straightforward way to implement this suggestion is to require it as a skill. Students would be taught concepts such as the process of unfreezing, changing, refreezing, and driving and restraining forces, along with concepts (e.g., French, Bell, & Zawacki, 2000) from the change literature.
Effect of Learned-Behavior Process on Cognition
The learned-behavior process helps students recognize, visualize, and apply micro skills. As Figure 1 shows, when students first apply micro-skill guidelines to the case, they focus on the skill components and begin to recognize their purpose. As they develop a personal script for their role play, they visualize themselves using the components. The lecture and modeling help further define the micro skills and correct misunderstandings.
The role play allows students to put their visualization into practice and see how well it actually works. Feedback from observers and assessors combined with viewing their performance on videotape clearly identify weaknesses and misunderstandings. Repetitions allow students to improve understanding of the micro-skill components and to improve their ability to perform the skill. Evaluating others' use of the micro skills combined with coaching helps students recognize effective use of the micro skills and what constitutes a good performance. Finally, applying the skill personally and writing about it enable students to visualize themselves using the skills in their own lives.
Executive Skills: Interpersonal Skills and Beyond
So far, we have concentrated on the learned-behavior approach as applied to interpersonal skills. Now, we expand the discussion by briefly looking at the entire range of skills emphasized in the executive skills course. The MBA program committee's vision was to provide MBA students with key process skills needed for the MBA program and future employment opportunities. The vision also suggested that the skill preparation probably ought to cover a range of interpersonal skills and managerial aspects such as enhancing self-efficacy and self-confidence, oral and written communications, career aspects, team building, personal planning and organizing, and assessment of personal strengths and weaknesses, all with a heavy emphasis on ethics. These skills are a mix of those with a conceptual base and additional ones that were deemed important by the MBA program committee and those teaching executive skills. Bigelow (1993) discussed skill texts in terms of two goals-focus and scope. The first is focus (the emphasis on skill learning vs. cognitive goals). The second is scope or breadth (the narrowness or broadness of topics covered). The executive skills course tends to emphasize skill goals much more than cognitive goals and to emphasize a fairly broad scope in the sense that it covers a range of managerially-oriented topics. However, the interpersonal skills most closely related to the learned-behavior approach are narrow in scope and are most similar to approaches with an almost exclusive intrapersonal or interpersonal orientation.
In terms of conceptual support or support from the literature, for skill selection, we found the discussions of the American Assembly of Collegiate Schools of Business's (1987) outcome measurement project; Albanese (1989) ; Bigelow (1993 Bigelow ( , 1995 ; Buller, McEvoy, and Cragun (1995) ; Caproni and Arias (1997) ; Knippen (1987 Knippen ( -1988 and McMillen, White, and McKee (1994) rovide useful insights. Ultimately, taking into account the learned-behavior emphasis as well as the MBA committee vision and suggestions from the literature, we selected 11 skills, plus ethics (see Table 4 ). We now briefly discuss these skills in the context of the learned-behavior approach. 
INTERPERSONAL SKILLS
These skills consist of giving and receiving feedback, active listening, problem solving, handling conflict, and employment interviewing, which was later used in lieu of feedback. Consistent with the learned-behavior emphasis and with the micro-skill emphasis of our first premise, all of these skills use all aspects of the learned-behavior approach and provide a model for the use of learned behavior in the other skills (see Table 4 ).
REMAINING SKILLS OR SKILL ASPECTS
Assessment of strengths and weaknesses deviates the furthest from the learned-behavior approach (see Table 4 ). As used here, it does not develop skills per se but rather uses individual difference assessment and feedback to pinpoint individual strengths and weaknesses in a managerial context. It provides assessments based on the Myers-Briggs Inventory, the California Personality Inventory, and the FIRO-B assessment instrument (Consulting Psychology Press Catalog, 1998) . The assessment essentially covers an awareness and understanding of cognitive, personal, and interpersonal attributes.
Similar to assessment of strengths/weaknesses, self-efficacy/confidence is not a skill as such. However, it is a crucial underpinning of the activities involved in the learned-behavior approach. The high ropes course, wherein students, among other similar kinds of activities, climbed a high pole and positioned themselves at the top to catch a trapeze, was a key part of developing self-efficacy/self-confidence. Table 4 shows that this aspect of skill development heavily utilized the learned-behavior process.
Team-building skills and activities were introduced in the low ropes course and reinforced throughout course activities, especially in the interpersonal skills breakout groups. Table 4 shows that ropes course facilitators heavily emphasized learned-behavior activities.
In terms of communications, oral presentations were handled in breakout groups in a manner very similar to the interpersonal skills. As such, they emphasized the learned-behavior approach very heavily. The writing skills emphasized learned behavior less. They used guidelines and textbooks, with assessors from the business school writing laboratory and instructor followup grading of assigned student papers (Fine & Josephson, 1998; Sorenson, Kennedy, & Ramirez, 1997) .
Career aspects, in addition to the employment interviewing interpersonal skill, consisted of listening and responding to tips from career experts who spoke to the class. Ultimately, these resulted in students' placement of their resumes on the Web.
Finally, the mission statement/planning skill involved use of Covey's (1990) 7 Habits book and perspective. His book, presentations from an outside facilitator, and the students' use of a personal planner and presentation of a mission statement were involved. Covey's approach heavily emphasized ethics, and this perspective along with a panel of business practitioners reinforced the ethical thrust of executive skills.
To summarize, consistent with our first premise, the learned-behavior approach was used as much as possible throughout the course. It was most strongly emphasized in the interpersonal team building and oral communication skills and in enhancing self-efficacy/self-confidence.
Assessment of the Learned-Behavior Approach
We have used an incremental, continuous improvement approach for assessment, as articulated in our fourth premise. That is, we have assessed how well we have been able to carry out each of the course activities and the extent to which the activities should be dropped, modified, or replaced. We continue to develop integration across skills. However, we have not yet assessed the contribution of our approach to other aspects of the MBA program. Indeed, this decision is part of our emphasis on continuous improvement and after-action review.
Up until now, as part of the after-action review and continuous improvement indicated in the fourth premise, we have relied on periodic qualitative discussions with faculty members teaching the six sections of executive skills (two each long semester and one each summer session), the assessors, and students after course completion. The assessors have turned out to be very valuable here as they are very familiar with the learned-behavior approach and students share input with them more freely than they would with faculty members.
Custom-designed course evaluations also are used to solicit detailed student comments and quantitative reactions to various aspects of the course. Table 5 depicts summary scores. The highest scores are for the self-efficacy/ confidence and team-building skills in the high and low ropes courses and for the assessors. The interpersonal skills have values clustering around 4.0 on a 5-point scale, and the writing and mission statement/planning/ethics have the lowest scores (in the middle 3s). The use of video generated a 4.0 rating, whereas the behavioral final scored in the high 3s.
We also have carefully monitored results of the behavioral final examination. These results are provided by two to three assessors, sometimes includ-ing the instructor, sometimes not. Mean scores have invariably been in the low 90% range, which has been encouraging to us even when recognizing that we may be seeing what we expect to see. Trained outside executive raters can help deal with this issue.
We conclude from the aforementioned sources that we have been able to implement the learned-behavior approach successfully. Given that, the next phase is to set up a system to check on the contribution the approach is making in other MBA classes. Team building is an obvious skill there, as are oral and written communication, feedback, problem solving, and handling conflict. One potential student source for such information is the extension of current student exit interviews and responses to questionnaires. Indeed, we currently are in the process of implementing such an extension. MBA faculty members also can be asked for similar information during periodic information exchange meetings sponsored by the MBA program committee. Along with the aforementioned, more interaction with the current student orientation program is needed. Once again, the MBA program committee, this time in cooperation with the graduate services center, which plans the orientation, can play an active role. Indeed, the two groups, which have overlapping membership, have decided to extend the fall 2000 orientation period and, among other things, move the executive skills career information and ropes courses activities into that orientation. These changes are seen as freeing up time in executive skills to allow for the kinds of additional needed skills and activities discussed earlier.
Taken together, the previously mentioned changes should help with program integration and would be expected to have even more effect in intact cohort groups (a future possibility) where there could be extensive reinforcement. All of this is consistent with the program's continuous improvement spirit and provides a modest version of some of the suggestions in Boyatzis, Cowen, and Kolb (1995) .
Learned Behavior and Innovation in Management Education
We end by reiterating once again that the learned-behavior approach is based on four key premises that as a whole provide the means for an innovative advance in using competence-based skills in management education.
The first premise is that micro-skill components with a substantial inductive emphasis provide a useful foundation for competency-based skills. The microskill components are more specific than those used in many competencybased approaches and therefore can be more readily mixed and matched. Thus, the second premise is that such mixing-and-matching abilities help integrate various skills and allow for skills to be modified, added, or dropped according to program requirements at a given time.
The third premise is that the learned-behavior approach works best in small breakout groups, each with a trained assessor. Although on the surface this premise may appear to be relatively expensive in terms of assessor requirements, it has been designed to be handled with mature student assessors from a previous class who are carefully trained. In turn, this additional training and experience enhance the skills of the assessors. We also have proposed an alternative approach where this one is not feasible.
The fourth premise is that a continuous improvement orientation combined with systematic after-action reviews is a useful start toward assessing application of the learned-behavior approach. The key is very frequent assessment from numerous sources (a form of 360-degree feedback with subjects, instructors, assessors, and peers) who provide both written and oral and quantitative and qualitative feedback on a regular basis. We have demonstrated this orientation in our detailed discussion of the learned-behavior approach.
Our final observations about the learned-behavior approach follow. First, the micro-skill components and trained assessors (or the previously suggested equivalent) are key to the approach. It emphasizes clear and specific micro-skill guidelines, modeling, peer pressure to perform, a feedback process that as part of the feedback helps students to understand the process of utilizing the skills, and the use of trained assessors. These more detailed emphases are contained within the premises as the learned-behavior innovative package that differentiates this approach from others. For us-and not disregarding the importance of more formal assessment-our personal observation based on experience has been that students demonstrate a generally high level of skill development with this approach. Indeed, if borne out with the more systematic assessment proposed, this is a major contribution of the learned-behavior perspective.
Second, what the learned-behavior process appears to do is teach the beginnings of a new language with new meaning so students can deal with the behaviors more complexly. It provides the tools for the students to know what to look for.
Third, the approach works best with considerable out-of-class preparation in addition to the in-class and final examination practice sessions. In-class practice sessions clearly were judged to be better by faculty members and assessors when students used the advance guidelines given to them previous to the class sessions.
Concluding Commentary
This article has discussed the learned-behavior approach and the aforementioned premises and serves as an early progress report of how it has been implemented in one setting. That setting has provided a strong challenge for the approach because it relies on a single required course as the base for the soft skills argued to be increasingly important in management education (e.g., Quinn, Faerman, Thompson, & McGrath, 1996) . A related challenge is to apply the course learnings to other courses in the MBA program and to the program's orientation and to systematically assess the results. As previously indicated, this challenge is next on our agenda.
